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This paper describes an ongoing research comparing two 
3D astronomical tangible models: an Augmented Reality  
model versus a physical model. According to IBSE 
principles, learners should investigate and manipulate in 
order to become conscious of the origin of astronomical 
phenomena, construct scientific knowledge and change 
their misconceptions. In primary French schools, 
physical models are usually used. However, children do 
not take advantage of these models and form new 
synthetic models instead of scientific ones. We aim at 
providing an adapted pedagogical environment support. 
An Augmented Reality environment was designed for 
inquiry-based learning. This tangible AR model shows 
augmented views of the celestial bodies and supports the 
pupils’ investigations using spatial visual guides and 
views from a terrestrial observer. The AR model not only 
exposes the phenomena as in several Virtual 
Environments, but also allows pupils to virtually move 
the celestial bodies and test “as   for   real” their 
hypotheses. Our results show that the AR environment is 
particularly suitable for astronomy learning compared to 
the physical one. Only AR users have developed 
scientific conceptions of the explored astronomical 
phenomena and learnings have been significantly 
improved. Furthermore, we present some arguments in 
order to support the assumption that the AR model 
assists the process of scaffolding and motivation 
dynamic by enhancing task controllability and by 
promoting collaborative learning.  
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Today, astronomy has to be taught at primary, secondary 
and high school as part of the curriculum. But very few 
targeted teaching material is available for teachers and 
learners in France (resources are mainly textbooks and 
physical models). So, there is a real need to develop 
digital astronomical didactic materials.  
The specific project of our study concerns the 
development of a tangible user interface for an 
Augmented Reality (AR) environment adapted to 
Inquiry-Based Sciences Education (IBSE) [18, 28]. The 
main goal of our project is to provide easy-to-use 
teaching/learning tools for learners and teachers in 
elementary grades, in accordance with the French 
curriculum in astronomy. We aim at providing an 
adapted pedagogical support to learners to help them 
acquire new concepts and overtake misconceptions about 
fundamental astronomical concepts described in the 
primary grades curriculum. The main contribution of this 
study is a comparison between two 3D tangible models, 
physical and virtual, proposing the same possibilities of 
manipulation. We also evaluate the impact of AR on the 
development   of   children’s   knowledge   on   a   complex  
astronomical concept (moon phases).  
 
CHILDREN’S   KNOWLEDGE OF ASTRONOMY AND 
AUGMENTED REALITY ENVIRONMENT 
Some concepts of astronomy have been taught at 
elementary school in France since 1985. More precisely, 
the program is focused on the solar system, earth motion, 
day/night cycle, seasonal changes, moon motion and 
moon phases. For fifteen years, a lot of studies have 
shown that children of various cultures have difficulties 
in understanding contemporary scientific explanations of 
elementary astronomic phenomena [6, 19, 20, 29, 39, 44, 
45]. Astronomy is a field where the information 
collected by means of personal experience contradicts 
contemporary scientific theory [19].  
From a cognitive point of view, children synthesize 
(construct) their knowledge of the world and the universe 
on the basis of two information sources: observations of 
the world and explanations given by other people [44]. In 
the continuity of Bachelard [4], Vosniadou and her 
colleagues [43-47] have determined three types of 
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cognitive models, i.e., three steps in the construction of 
scientific mental models of the world and the universe: 
1. Initial model: the initial model is based  on  children’s  
everyday experiences (e.g., seeing the flat surface of 
the earth) and on the entrenched beliefs derived from 
those early experiences; 
2. Synthetic model: children form synthetic models 
after they are exposed to the contemporary scientific 
information. These are formed as a result of attempts 
to reconcile their presuppositions with the 
information they receive from adults; 
3. Scientific model: since adolescence, the majority of 
Western people have accepted as truth the scientific 
views. 
Children learn informally about the physical and 
astronomical phenomena in daily life long before official 
instruction are provided at schools. This can be a source 
of problems, especially when children’s   preliminary  
knowledge radically differs from what is taught in 
school.  If these knowledge are integrated and 
consistently used, children tend to reinterpret the new 
information in accordance with their preliminary models 
and to form new synthetic models instead of scientific 
ones [19, 20, 47]. As recommended by European and 
French institutions [14, 16] and to make science learning 
more efficient [12, 13, 18, 28], especially in astronomy 
[40, 47] the following inquiry-based pedagogical 
principles [35]  must be proposed: (1) explicitly talking 
about   children’s   preliminary   knowledge   and   exploring  
different ideas to make them become conscious of their 
understanding/expertise; (2) showing the inconsistencies 
between everyday and scientific explanations and their 
reasons; (3) making children become conscious of their 
entrenched beliefs in order to change them; (4) giving the 
new explanations verbally and allowing pupils time to 
consolidate their thinking; (5) facilitating debates and 
leaving enough time for discussions.  
We argue that AR environments are particularly suitable 
for astronomy learning according to IBSE precepts. AR 
is one of the most promising technologies in education 
for about ten years [26]. However, implementations in 
primary school are uncommon (e.g. [7, 8, 23, 25]). 
Existing works mainly focus on applications in 
university education (architecture, biochemistry, 
mathematics,   anatomy  or   physiology…)   (e.g.[9, 10, 22, 
49]). To our knowledge, only one study concerns 
astronomy [36]. However, one of the most promising 
development axes probably emanate from the scholar 
public. Moreover, the educational subjects that mobilize 
the appropriation of abstract concepts and spatial 
representations are very frequent in primary school 
programs, and all those subjects could be supported by 
AR.  
Some prototypes of Virtual Reality (VR) environments 
have been proposed to teach/learn astronomy (e.g.,[5, 
17]) but these are too complex for elementary learners, 
or too expensive for French teachers, or not adapted to 
the French curriculum in astronomy for elementary 
levels. Moreover, they do not open the possibility for 
real manipulations. The AR tools seem to be the best 
environments as feedback provider and simulator for 
numerous teachers [34]. In comparison to VR, which 
aims at immersing the user in a synthetic environment, 
AR is a technology that allows computer-generated 
virtual imagery information to be overlaid onto a live 
direct or indirect real-world environment in real time [3, 
24, 38]. In other words, in AR environments both virtual 
and real objects can co-exist and interact in real time. 
The user experiences are more realistic and complex 
spatial relationship can be easily visualized [1].  
In order to get a correct alignment between the virtual 
scene and the real scene, the pose of the observer (or 
camera) with respect to the scene has to be known at all 
times. A widely-used method to get the pose in real-time 
consists in using artificial markers that can be rapidly 
and efficiently detected and identified in a video flow. 
Several implementations are available to perform 
detection, we use Artoolkit [21] in our experiments. The 
term   “tangible   interface”   is   used   to  designate   interfaces  
that allow manual manipulations of the markers, where 
each marker is associated with a 3D object or a particular 
action.   This   kind   of   interface   provides   “sensorimotor  
feedback”  [37]. Direct manipulations can supplement the 
deficiency of mouse-based computer-generated 
visualisation, since mouse manipulation is an indirect 
physical manipulation [9, 37]. According to Shelton and 
Hedley [36], AR interfaces do not change the delivery of 
instruction content but change the way that content is 
understood, through a unique combination of visual and 
sensory information. 
 
PRESENTATION OF THE AR LEARNING 
ENVIRONMENT 
A virtual learning environment has been designed to 
enhance the conceptualization of earth and moon 
shadows’  origin,   the   length  of   the  day   and   the night on 
the earth and on the moon, and finally the evolution of 
moon phases. The AR model does not just expose the 
phenomena as in several virtual environments (e.g.[5, 
17]). Here, the virtual celestial objects can be moved to 
make  “as  for  real”.  In  our  AR  environments,  virtual  sun,  
earth and moon are associated to specific patterns. 
Therefore each marker is easily identifiable. Visual 
guides are provided to help the user understand the three 
celestial   bodies’   relationship.      Sun,   earth   and   moon  
appear realistic as they are represented using textured 3D 
spheres (textures were obtained from space images). 
The light properties were taken into account and self 
shadows of earth and moon were directly produced by an 
omnidirectional light source associated to the sun. 
Different visual guides are proposed to support learners 
(see Figure 1). In particular, an optional vignette can be 
displayed to see the subjective view of a virtual 




1- The moon marker is put in front 
of the camera ; as the sun marker 
has not been introduced yet, the 
virtual moon is completely black. 
2 - The sun marker is introduced 
and the virtual moon is 
illuminated by it. The sun marker 
is moved, changing the 
appearance of the moon as 
observed  “from  space” (camera 
view). 
  
3- The sun marker is removed but 
the virtual sun is still displayed; as 
long as the sun marker is hidden, 
the last measured position of the 
sun relative to the moon is used to 
display the sun. 
4- The moon marker is moved in 
order to observe the moon from 
different viewpoints. As the 
position of the sun relative to the 
moon is fixed, the moon 
illumination is not changed 
during this operation. 
  
5- All markers (moon, sun and 
earth) are put on the table.  A 
virtual observer is drawn on the 
surface of the earth (in France by 
default); a vignette is displayed 
bottom right of the screen, 
showing  the  moon’s  appearance 
for the terrestrial observer. 
6-The terrestrial observer has 
been moved toward the east along 
a geodesic path, using a keyboard 
key;;  the  moon’s  appearance  has  
changed in the vignette; 
moreover, as the terrestrial 
observer is now on the dark side 
of the earth, a night sky is 
displayed in the vignette. 
 
7 -The sun marker is moved, 
changing the appearances of the 
celestial bodies, both for the 
spatial and the terrestrial views 
Figure 1 : An example use of the AR learning environment. 
First person perspective. Visual guides proposed to support 
learners :(a) dashed-lines  between  bodies’  centres  (b) a 
terrestrial observer (c) vignette showing the  terrestrial 
observer’s  view  in  real-time (optionally proposed). 
Therefore, this AR environment provides users with 
experiences they would otherwise not be able to 
experience in the physical world. 
Moreover, it is possible to adjust the difficulty level 
according to education objectives, to adapt the level of 
freedom to move markers. Then, this AR model can be 
used in inquiry-based education. It is certainly the first 
Augmented Reality astronomical model adapted to 
primary students, IBSE and French institutional 
curriculum. Traditionally, the teachers of French primary 
classes use classical physical models which possess a 
large part of these parameters (i.e. manipulation 
possibilities, physical representation of celestial bodies, 
investigation possibilities...) crucial for astronomy 
learning [28, 30, 33, 35].  
The aim of this study is to assess whether this AR 
environment improves inquiry-based learning compared 
to a physical model. 
 
METHOD 
With an exploratory experiment conducted with 39 
young French learners from primary classes, we 
investigated the potential of this AR environment to 
improve learning in astronomy by comparison with a 
“traditional” physical model.  
Participants 
All the learners were recruited from Grades 4 and 5 in 
one French school. Students are from 8 to 11 years old 
and 59% of them are male. The pre-assessment on moon 
phases’  origins  pre-conceptions has allowed subdividing 
the participants in two similar panels (p-value= 0.8269 
using Fisher's Exact Test) also taking into account the 
age and gender of pupils (see Table 1). The pupils’ 
experiences on both models have been included in an 
inquiry-based pedagogical sequence, consisting of 6 
steps synthesized in Table 2.  
Pupils were separately assigned to panels at the fourth 
and fifth steps of the pedagogical sequence. The first 
panel -panel A- (see Table 1) had access to the AR 
model to resolve astronomical problems (see Figure 1) 
whereas the second panel -panel B- had access to a 
classical physical model to resolve exactly the same 
problems (see Figure 3). This physical model was 
constructed and implemented as described in some 
manuals commonly used by French teachers (e.g.[2, 
15]). Both panels used the same inquiry-oriented 
pedagogical sequence during the other steps.  
Setting and procedure 
As exposed by Campos, Pessanha and Jorge [7], the 
impact of technology cannot be fully understood without 
considering the global educational context. The study 
took place during 6 non-consecutive days, in respect 




PANEL  A B 
n  20 19 
Male nbr (%)  12 (60%) 11 (58%) 
Age Mean (SD)  9,65 (1,03) 9 ,31 (1,15) 
French Grade 
CE2 7 7 
CM1 4 3 
CM2 9 9 
Pre-assessment 
results 
Acquired 3 4 
Underway 6 4 
Not Acquired 11 11 
 
Table 1:  Subdivision of the 39 pupils in the two panels. 
CM2 corresponding to 10/11 years old students, CM1 to 
9/10 years old students and CE2 to 8/9 years old students. 
 
The research team conducted all steps of the pedagogical 
sequence. So, a combination of pre and post-tests, 
analyses of pupils’ workbooks, digital logs of the 
markers for the AR model, observations and videotaping, 
could develop a better understanding of the influence of 
these environments on learnings. 
Steps 2 and 3 aimed at assessing and talking about the 
children’s  preliminary   knowledge   about origin of moon 
phases observed during the previous month (step 1). The 
discovery time, due   to   the   AR   “magical   effect”, may 
limit the interest in learning as in the Kerawalla, Luckin, 
Seljeflot and Woolard [23] study. Other AR 
environments were presented during step 3 to the 
children of panel A. They could play, test marker 
mobility, understand the feedback nature and then adapt 
to this type of augmented environment.  
 During steps 4 and 5, the AR system was set up in 
computer rooms to perform the exercises and students 
were videotaped in action. A Logitech QuickCam pro 
9000 video camera was connected to a laptop computer 
Centrino2 running Windows Vista. Simultaneously, the 
classical physical model was set up in another small 
room of the school, where the overhead lights could be 
switched off to darken the room during the whole 
experimentation (see Figure 2). In  both  conditions  (“AR  
environment”  vs.  “Physical  model”)  pupils  were  asked  to  
cast doubt on their conceptions. Students of panel A 
filtered through the AR model over a day at step 4 and 
with the same methods one week later for the step 5.   
Simultaneously, panel B filtered through the classical 
physic model. Both had to investigate on the origin of 




Table 2: Pedagogical sequence, similar for both panels 
(except for parts in italics), including time for investigations 
(steps 4 and 5) using either models types (AR or physical 
models). 
 
First, they had to find the principal moon phases viewed 
from earth (new and full moons, crescents, gibbous and 
quarters) and testing their conceptions on the moon 
shape evolution observed during the previous month 
(e.g. moon has white and black hemispheres, the dark 
zone   on   moon   is   due   to   earth’s   shadow   or   clouds,   the  
evolution of the way we see the own shadow of moon 
during the lunar revolution). These experiments lasted 
45’   on   average for each, working by pairs for both 
panels. Students had their experiment workbooks to note 
their hypotheses and results.  
Secondary, they had to be able to replace the moon in the 
sun/earth/moon system viewed from space during 4 
moon phases (new and full moons, waxing crescent, last 
quarter) by testing their conceptions.  
Step Delivery type description Pedagogical Objective 
1 
Contextualization of learnings 
: individual observations of 
moon phases for four weeks 
Have a personal 
observation of the 
evolution of  moon 
phases  
2 
Diagnostic assessment of 
conception about moon and 
moon phases (the same for all 
students) and collective 
discussion based on personal 
observations and on various 
astronomical phenomena 
Situate his/her 
observations in the 
didactical context and 
verbalize his/her 
conception of the 
phenomena. 
3 
Problem statement: Discussion 
with student about moon and 
astronomical phenomena. 
Discovery of different AR 
environments by students of 
panel A 
Discuss his/her 
conceptions to make 




investigations on moon and 
earth  shadows’  origin;;  by  
pairs, using an astronomical 
model (AR or PM) and 
supervised if necessary. 
First learning review 
Understand, after 
investigations, the 




investigations on the evolution 
of moon phases; by pairs, 
using an astronomical model 
(AR or PM) and supervised if 
necessary. 
Second learning review 
Understand, after 
investigations, the 
physical origin of the 
evolution of moon 
phases  
6 Summative evaluation (the same for all students) 




1- A small ball (moon) is 
placed against the light 
(sun). It is moved around 
the lamp in order to 
observe the moon from 
different viewpoints. This 
is then a modelling of the 
shadow production on 
moon and of the apparent 
moon phases observed 
from earth (as in picture 
2, 3 and 4- Figure 1) 
 
2- The moon-ball and 
another big one (earth) are 
placed against the light. 
The moon ball is moved 
around the earth ball in 
order to observe the moon 
shapes evolutions. It is a 
modelling of the lunar 
month view from space 
(as in pictures 5, 6 and 7 – 
Figure 1).  
 
Figure 2 : An example use of the physical model 
traditionally used in primary school. (a) Symbolic 
representation of a terrestrial observer. 
 
Both experiments for the two panels were videotaped. 
The marker motions were stored during each working 
session to provide statistical data. During step 6, the 
knowledge of pupils on astronomical concepts were once 
again assessed and each of them was asked to put on 
paper the astronomical concepts constructed during this 
sequence.  
 
RESULTS AND DISCUSSION 
In this paper, data analysis is mainly focused on pre- and 
post-assessments. These assessments are associated to 
verbal exchanges noted during steps 2&6 and to analyses 
on pupil workbooks. Both correspond to question series 
about   moon’s   phases   (names,   shape,   origins,   and  
physical explanation) constructed after Hannust and 
Kikas [19], Straatemeier, van der Maas and Jansen [39], 
Thouin [41], and an exercise from a classical school 
manual [2]. From 4 different earth/moon/sun locations, 
seen   from   above,   looking   down   on   the   Earth’s   North  
Pole, students had to draw the 4 different moon phases as 
viewed by a terrestrial observer. Both assessments 
verified the skills “Explain   the   moon   shape   origin   and  
the evolution of moon phases” and   “Recognise and 
represent exactly the apparent moon phases for a 
terrestrial observer from spatial Earth/Moon/Sun 
representations”.  
As reported by Hannust and Kikas [20], for any learning, 
children need new terms, facts and explanations. Then, 
further knowledge had to be introduced in order to 
explain the phenomena.  
The pre-assessment and post-assessment were analysed 
predominantly using 3 criteria, indicators of student 
learning: (1) type of vocabulary (scientific or not) used 
both verbally and in writing form; (2) drawing task 
quality (e.g. construct using observation, using didactical 
routine...); (3) explanations and arguments provided to 
open-ended questions. 
The pre-assessment worksheets were collected during 
step 2. Results (see Figure 3 and Table 3) indicate that 
the majority (56%) of students explain lunar month using 
naive   mental   models   (e.g.   “moon   has   white and black 
hemispheres”,  “dark  sector  on  moon   is  due   to  projected  
earth   shadow”)   or   entrenched   beliefs   (e.g   “the  moon   is  
not entirely visible because of clouds between earth and 
moon”,  “it  is  due  to  the  shadow  of  another  planet”).  Only  
7 of the 39 students had a scientific model to explain and 
no difficulties to draw moon phases during the exercises. 
These results then confirmed the numerous recent studies 
on this subject [19, 20, 29, 31, 39]. The post-assessment 
were collected during step 6, one week after the last 
investigations on models, and after the 5 steps of 
learning.  
For the two different panels, learning significantly 
increased (p-value = 0.008 for panel A and p-value = 
0.020 for panel B, using Fisher's exact test). Most of the 
pupils make sufficient progress in learning to succeed, in 
whole or in part, the post-test (see Figure 3 and Table 3: 
“Acquired”  and  “Underway”). 
For both panels, we did not identify remaining 
entrenched beliefs and only 5 students continued to 
explain lunar month using naive mental models, and had 
many difficulties to draw moon phases (“Not  acquired”). 
Synthetic   models   were   mostly   expressed   (e.g.   “it  
depended on how we saw the  dark  part  of  the  moon”) 
 
 










































                  











































              
            
Scientific Synthetic Naive 
CM2 - 2 - 3 4 2 4 3 
CM1 - 1 1 1 1 1 1 2 
CE2 - - - 1 6 - 5 2 
panel 
A 
0 (0%) 3 (15%) 1 (5%) 5 (25%) 11 (55%) 3 (15%) 10 (50%) 7 (35%) 
CM2 1 2 1 1 4 3 4 3 
CM1 - 1 - 1 1 1 2 0 
CE2 - - - 1 6 - 4 3 
panel 
B 









      
    
CM2 2 3 - 4 - 5 3 1 
CM1 - 1 1 - 1 1 1 1 
CE2 - 4 2 - 1 3 4 - 
panel 
A 
2 (11%) 8 (42%) 3 (16%) 4 (21%) 2 (11%) 9 (45%) 8 (40%) 2 (10%) 
CM2 1 2 3 2 1 3 4 1 
CM1 - 1  2 - 1 2 - 
CE2 - - 3 1 2 1 4 2 
panel 
B 
1 (6%) 3 (17%) 6 (35%) 5 (28%) 3 (17%) 5 (26%) 10 (53%) 3 (16%) 
 
Table 3: Pre- and Post-assessments distributions of the study participants according to their panel (absolute and relative 
values - Panel A using AR model and panel B using PM model) and acquisition criteria or conception types. Variables are 
detailed for each French grade and each panel. 
 
 
However, and even if students were in the same 
pedagogical conditions (see Table 2), the number of 
pupils who present the astronomical skills required 
(“Acquired”)   significantly improved when students 
investigated the AR model (p-value = 0.019 using 
Fisher's exact test) compared to the physical one (p-value 
= 0.935 using Fisher's exact test). Moreover, their 
scientific expression is more pronounced (45% of the 
panel A compared with 26% of the panel B) and even for 
the younger pupils (CE2 - 8/9 years old).  
These results confirm that when using physical models, 
users do not much benefit from manipulations to change 
their conceptions [27, 33]. 
Secondly, we used pedagogical observations and 
videotaping to identify the factors that might influence 
improvements and if it has an impact on specific learning 
outcomes.  
During step 4, students of panel A were more motivated 
and eager to go on. This was due to the attractiveness of 
the AR model. These behaviours were limited in panel 
B. Nevertheless, this eagerness rapidly decreased. Thus, 
free manipulations observed during the first part of step 
4-investigation were not observed during the second part 
and during step 5. For these young pupils, currently 
exposed to new technologies, and after this appropriation 
time, it is not the attractiveness of new technology that 
motivates users but really the scientific question and its 
challenge goal. Therefore, this study based on a learning 
sequence (and not only on one working session) 
indicates the importance of taking into account this 
appropriation time before inferring on influences due to a 
new virtual environment on user interactions, learning or 
motivation.  
In both modelling contexts (steps 4 and 5)  the duration 
of student activities were mainly   the   same   (35’),   all  
started quickly their investigations and did not hesitate to 
request teacher (about 6 to 7 times per inquiry-based 
sessions). All pairs of each panel, in exception of  GR14-
Panel A and GR7-Panel B, succeeded in resolving the 
astronomical problems after testing their various 
hypotheses and discussing together their protocols and 
results. Both models improved student investigation and 
were adapted to the age of the learners (8 to 11 years 
old).  
However, videotaping qualitative analyses indicate two 
major differences between the two panels which could 
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influence learning improvements associated to the AR 
model:  
1- Tool for scaffolding [48]. Every physical model users 
has shown up many handling difficulties, particularly to 
move balls, to decide to turn around the table, to orient 
the devices etc. But all these movements were yet 
necessary to construct a correct spatial understanding 
with this type of models. Combined abstract thinking, 
cognitive and motor efforts for spatial situation involve 
here too much solicitations. For the AR model, users 
encountered problems with intermittent images when 
their hand or fingers occluded parts of the marker, and 
had some difficulties in understanding the marker 
positions and orientations in the webcam view.  
Most of the students of panel B (except the GR5-Panel B 
pair) indicated recurrent visual difficulties during their 
manipulations. For example, to recognize the moon 
position between earth and sun and be able to explain a 
waxing crescent, viewed by a terrestrial observer, 
students had to orient their eyes as if they were the 
terrestrial observer and had to decentre themselves. 
Inversely, the users of the AR model systematically used 
the vignette to verify their hypotheses. As expected, real-
time view of the terrestrial observer facilitated and 
supported users’ investigations. The realism and the 
simple mobility of the virtual celestial objects were 
strongly promoted. Moreover, by simply manipulating 
markers, students were able to easily view and interact 
with complex phenomena. Also, the virtual model 
provides the necessary visual and tactile information 
needed to understand the optical phenomena at the origin 
of moon phases and then develop their conceptions.  In 
other words, the AR model is an important tool for 
scaffolding pupils on this particular point. 
2- Dynamic of motivation support [42]. The step 5 of the 
panel B, students frequently dropped out their 
investigations (more than twice more than in panel A 
groups). As we have seen above, the AR environment 
enhances usability and plays an important role in 
scaffolding learning. Then, the AR model allowed users 
to concentrate on their tasks and then enhanced task 
controllability. Moreover, in both models, students 
worked together but not with the same behaviour. 
Dillenbourg, Baker, Blaye and O'Malley [11], or Panitz 
[32], indicate that collaboration involves joint intention, 
mutual and coordinate effort, whereas cooperation 
involves greater labour division.  
In panel B, using the physical model, students 
systematically divided up tasks and proceeded in 
interaction. For example, a student gave movement 
indications to a second one, his assistant – e.g.”Put the 
moon here... Wait! I look”, “turn   around”-. They were 
complementary but organized in separate tasks. In other 
words they have cooperated. This is certainly due to the 
number of tasks, movements and cognitive efforts 
exposed previously. Dissensions were frequent in these 
groups and in most cases, one directed the investigations 
and moreover, only one is in good position for 
observations.  In panel A, they frequently exchanged 
their points of view and ideas, worked together towards 
the same purpose (e.g. one moved moon markers or 
terrestrial observer and the second provided screen 
control) and manipulated the system alternatively. Two-
thirds of panel A-groups assisted each-other. These 
collaborative work, based on mutual aid and associated 
work, was preferred by students.  
The AR model seems to facilitate collaborative learning 
interactions between students. The AR model enhances 
social context and environment, which are important 
parts of student motivation and self-regulation. 
 
CONCLUSIONS AND FUTURE WORK 
This study, based on an inquiry-based learning sequence, 
and not only on one working session, indicates the 
importance of taking into account the need for 
appropriation time before inferring the  influence of a 
new virtual support. It shows the relevance of an AR 
model compared to a physical one to provide a learning 
environment easy to use for students in grades 4 and 5 
and adapted to IBSE. This augmented learning 
environment enhances significantly astronomical 
learning. Further assessment analyses, qualitative 
analyses   of   combined   data   of   videotaping,   pupils’  
workbooks and observations improve our comprehension 
of the AR environment rule on learning. Because the AR 
model enhances sensory motor interactions, visual 
guides and realistic representations, pupils benefit from a 
reduced complexity to construct a scientific 
comprehension of phenomena. Therefore, AR model 
assists the process of scaffolding. Then, this AR learning 
environment contributes to make the misconceptions 
became conscious in order to construct scientific mental 
models. Moreover, cognitive support and handling 
ability, improve their capacity in resolving astronomical 
problems. The AR model then allowed users to 
concentrate on their tasks and then enhanced task 
controllability. By promoting collaborative learning 
interactions rather than cooperative ones, the AR model 
takes part of the dynamic motivational process.   
The next phase of this research will take spatial 
procedures into specific account, through statistical data 
of marker motions, used during investigations with the 
AR model. Related to the assessments and combined 
data, we aim at providing arguments to characterize the 
procedures used by children to overtake their 
conceptions. Increasing the participant number would 
improve our inferences and would enhance 
comprehension on inquiry-based learning strategies.  
Additionally, this experiment will be duplicated on pre-
service teacher students. As children, currently teachers 
(i.e., adults) have principally non-scientific conceptions 
about the astronomical notions they will have to teach. 
We aim at characterizing if adults overtake 




The authors thank the school, their teachers and pupils 
who took part in this study. Thanks to Yves Medri, 
Beatrice Leonori, Jerome Dinet and Christian Bastien for 
their technical and personal supports. 
 
REFERENCES 
1. Arvanitis, T. N., Petrou, A., Knight, J. F., Savas, S., 
Sotiriou, S., Gargalakos, M. and Gialouri, E. Human 
factors and qualitative pedagogical evaluation of a 
mobile augmented reality system for science 
education used by learners with physical disabilitie. 
Personal and Ubiquitous Computing, 13, 3, (2007), 
243–250. 
2. Auzias, J.-M., Chaffardon, C. and Sarrail, J.-N. 50 
activités avec l'astronomie à l'école cycle 3 et en 6e. 
. Toulouse, (2003). 
3. Azuma, R. T. A survey of augmented reality. MA: 
The MIT Press, City, (1997). 
4. Bachelard, G. La  formation  de  l’esprit  scientifique.  
Contribution à une psychanalyse de la connaissance 
objective. Librairie philosophique J. VRIN, Paris, 
(1934). 
5. Bakas, C. and Mikropoulos, T. Design of virtual 
environments for the comprehension of planetary 
phenomena based on students' ideas. International 
journal of science education, 25, 8, (2003), 949-967. 
6. Bryce, T. G. K. and Blown, E. J. The Novice-Expert 
Continuum in Astronomy Knowledge. International 
journal of science education, 23, 4, (2012), 545-587. 
7. Campos, P., Pessanha, S. and Jorge, J. Fostering 
collaboration in kindergarten through an augmented 
reality game. The International Journal of Virtual 
Reality, 10, 3, (2011), 33-39. 
8. Chen, C.-M. and Tsai, Y.-N. Interactive augmented 
reality system for enhancing library instruction in 
elementary schools. Computers & Education, 59, 
(2012), 638-652. 
9. Chen, Y.-C. A study of comparing the use of 
augmented reality and physical models in the 
chemistry education. In VRCIA '06 Proceedings of 
the 2006 ACM international conference on Virtual 
reality continuum and its applications (2006), 369 - 
372. 
10. Di Serio, A., Ibanez, M. B. and Kloos, C. D. Impact 
of an Augmented Reality System on Students' 
Motivation for a Visual Art Course. Computers & 
Education, In press, (2012), 1-11. 
11. Dillenbourg, P., Baker, M. J., Blaye, A. and 
O'Malley, C. The evolution of research on 
collaborative learning. Learning in Humans and 
Machine: Towards an interdisciplinary learning 
science., (1995), 189-211. 
12. Duschl, R. A., Schweingruber, H. A. and Shouse, A. 
W. Taking Science to School : Learning and 
Teaching Science in Grades K-8. . The National 
Academies Press, Washington, DC, (2007). 
13. Fleck, S. Tâtonnement expérimental : Processus 
naturel d'apprentissage. L'Harmattan, City, (2005). 
14. Forsthuber, B., Motiejunaite, A. and de Almeida 
Coutinho, A. S. Science Education in Europe: 
National Policies, Practices and Research. ERIC, 
(2011). 
15. France - Ministère de l'Éducation nationale de la 
Jeunesse et de la Vie associative. Progressions pour 
le cours préparatoire et le cours élémentaire 
première année – Découverte du monde. DEGSCO, 
City, (Janvier 2012). 
16. France - Ministère de l'éducation nationale et 
ministère de l'enseignement supérieur et de la 
recherche. Bulletin officiel hors série N°3. 
Programmes de l'école primaire. France, (19 juin 
2008).  
17. Gazit, E., Yair, Y. and Chen, D. Emerging 
Conceptual Understanding of Complex 
Astronomical Phenomena by Using a Virtual Solar 
System. J Sci Educ Technol, 14, 5-6, (2005), 459-
470. 
18. Grandy, R. and Duschl, R. A. Reconsidering the 
Character and Role of Inquiry in School Science: 
Analysis of a Conference. Sci & Educ, 16, 2, (2007), 
141-166. 
19. Hannust, T. and Kikas, E. Children's knowledge of 
astronomy and its change in the course of learning. 
Early Childhood Research Quarterly, 22, (2007), 
89-104. 
20. Hannust, T. and Kikas, E. Young children's 
acquisition of knowledge about the Earth: A 
longitudinal study. Journal of Experimental Child 
Psychology, 107, (2010), 164-180. 
21. Kato, H. and Billinghurst, M. Marker tracking and 
HMD calibration for a video-based augmented 
reality conferencing system. In Augmented 
Reality,(IWAR '99) Proceedings (1999), 85 - 94. 
22. Kaufmann, H. and Schmalstieg, D. Mathematics and 
geometry education with collaborative augmented 
reality. In ACM SIGGRAPH Conference Abstracts 
and Application (2002), 37- 41. 
23. Kerawalla, L., Luckin, R., Seljeflot, S. and Woolard, 
A. "Making it real": Exploring the potential of 
Augmented Reality for teaching primary school 
science. Virtual Reality, 10, 3-4, (2006), 163-174. 
88 IHM I3ORDEAUX
24. Lee, K. Augmented Reality in Education and 
Training. TECH TRENDS, 56, 2, (2012), 13-21. 
25. Luckin, R. and Fraser, D. S. Limitless or pointless?: 
An Evaluation of Augmented Reality in the School 
and Home. International Journal of Technology 
Enhanced Learning, 3, 5, (2011). 
26. Martin, S., Diaz, G., Sancristobal, E., Gil, R., 
Castro, M. and Peire, J. New technology trends in 
education: seven years of forecasts and convergence. 
Computers & Education, 34, (2011), 1893-1906. 
27. Martinand, J.-L. Enseignement et apprentissage de 
la modélisation en sciences. INRP, Paris, (1992). 
28. Minner, D. D., Levy, A. J. and Century, J. Inquiry-
based science instruction—what is it and does it 
matter? Results from a research synthesis years 1984 
to 2002. Journal of Research in Science Teaching, 
47, 4, (2010), 474-496. 
29. Nobes, G., Martin, A. E. and Panagiotaki, G. The 
development of scientific knowledge of the Earth. 
British Journal of Developmental Psychology, 23, 1, 
(2005), 47-64. 
30. Padalkar, S. and Ramadas, J. Designed and 
Spontaneous Gestures in Elementary Astronomy 
Education. International Journal of Science 
Education, 33, 12, (2011), 1703-1739. 
31. Panagiotaki, G., Nobes, G. and Banerjee, R. 
Children's representations of the earth: A 
methodological comparison. British Journal of 
Developmental Psychology, 24, 2, (2006), 353-372. 
32. Panitz, T. Collaborative versus cooperative 
learning: A comparison of the two concepts which 
will help us understand the underlying nature of 
interactive learning. ERIC Clearinghouse, (1999). 
33. Rolando, J.-M. Astronomie à l'école élémentaire: 
quelques réfléxions sur la construction des 
compétences... Grand N, 74, (2004), 99-107. 
34. Salmi, H., Kaasinen, A. and Kallunki, V. Towards 
an Open Learning Environment via Augmented 
Reality (AR): Visualising the Invisible in Science 
Centres and Schools for Teacher Education. 
Procedia - Social and Behavioral Sciences, 45, 0, 
(2012), 284-295. 
35. Saltiel, E., Worth, K. and Duque, M. POLLEN - 
L’enseignement  des  sciences  fondé  sur  
l’investigation.  Conseils  pour  les  enseignants. La 
main à la pâte, Montrouge, (2009).  
36. Shelton, B. E. and Hedley, N. R. Using augmented 
reality for teaching Earth-Sun relationships to 
undergraduate geography students. In Augmented 
Reality Toolkit, The First IEEE International 
Workshop (2002), 8. 
37. Shelton, B. E. and Hedley, N. R. Exploring a 
cognitive basis for learning spatial relationships with 
augmented reality. Technology, Instruction, 
Cognition and Learning, 1, 4, (2004), 323-357. 
38. Simon, G. and Decollogne, J. Intégrer images 
réelles et images 3D - Post-production et réalité 
augmentée. Dunod, (2006). 
39. Straatemeier, M., van der Maas, H. L. J. and Jansen, 
B. R. J. Children's knowledge of the earth: new 
methodoligical and statistical appraoch. Journal of 
Experimental Child Psychology, 100, (2008), 276-
296. 
40. Taber, K. S. Stella Vosniadou (Ed): International 
Handbook of Research on Conceptual Change. Sci 
& Educ, 20, 5-6, (2011), 563-576. 
41. Thouin, M. Enseigner les sciences et la technologie 
au préscolaire et au primaire. Editions 
MultiMondes Québec, (2004). 
42. Viau, R. La motivation en contexte scolaire. De 
boeck, Bruxelles, (2009). 
43. Vosniadou, S. Exploring the relationships between 
conceptual change and intentional learning. 
Erlbaum, City, (2003). 
44. Vosniadou, S. and Brewer, W. F. Mental models of 
the earth: A study of conceptual change in 
childhood. Cognitive psychology, 24, 4, (1992), 535-
585. 
45. Vosniadou, S. and Brewer, W. F. Mental Models of 
the Day/Night Cycle. Cognitive Science, 18, 1, 
(1994), 123-183. 
46. Vosniadou, S., Ioannides, C., Dimitrakopoulou, A. 
and Papademetriou, E. Designing learning 
environments to promote conceptual change in 
science. Learning and Instruction, 11, (2001), 381-
419. 
47. Vosniadou, S., Skopeliti, I. and Ikospentaki, K. 
Reconsidering the role of artifacts in reasoning: 
Children’s  understanding  of  the  globe  as  a  model  of  
the Earth. Learning and Instruction, 15, (2005), 333-
351. 
48. Vygotski, L. S. Pensée et langage. La Dispute, 
(1997). 
49. Wojciechowski, R. and Cellary, W. Evaluation of 
learners’  attitude  toward  learning  in  ARIES  
augmented reality environments. Computers & 
Education, (2013). 
 
 
99 IHM I3ORDEAUX
